Introduction
At the time of writing, many countries in Europe are in the process of introducing courses and programmes offered in English into their higher education systems. This trend towards increased English-medium instruction (EMI) in higher education has been shown to be accelerating over the last 15-20 years (Maiworm and Wächter 2002; Wächter and Maiworm 2008; Wächter and Maiworm 2014) . There are a number of questions that this rapid increase in EMI raises, for example: What are the critical issues involved in the expansion of EMI in higher education? What might this expansion of EMI mean for language policies in higher education? Do policy needs change as the proportion of EMI in a country's higher education system grows? Do different disciplines have different policy needs? In this respect, we argue that there is much to be learned by studying the experiences of those countries where EMI has already been expanded in higher education. As an illustration of the wider policy trends that may be at work, this special issue of Higher Education examines language policy in the Nordic countries. In this particular article we introduce the setting of Nordic higher education as a backdrop for the special issue and present some of the themes that have surfaced in the Nordic countries during the process of introduction and expansion of EMI. To do this, the article brings together researchers with an intimate knowledge of the development of EMI in higher education in four of the Nordic countries-Denmark, Finland, Norway and Sweden-each. of whom have contributed information on the university language environment in their respective countries. We finish the article with a number of conclusions about the introduction of university language policies, and suggest the concept of disciplinary literacy as a possible catalyst for the bottom-up development and implementation of such policies.
Language in higher education in the Nordic countries
The four Nordic countries that are the focus of this article have relatively small populations: Denmark 5.6 million, Finland 5.4 million, Norway 5.1 million, and Sweden 9.5 million.
Linguistically, Danish, Norwegian, and Swedish, belong to the Northern-Germanic language group and are broadly mutually intelligible, whilst Finnish belongs to the Finno-Ugric language group. Of these Nordic languages, only Swedish-an official language in both Sweden and Finland-manages to register on the list of the 100 largest languages at position 94 with 8.5 million native speakers 7 (Nationalencyklopedin 2013) . Thus, although the number of students in Nordic higher education has increased dramatically since the eighties, with 50% of the population now generally expected to attend higher education during their lifetime, the absolute numbers of speakers of the four languages actively involved in Nordic higher education remains low. With such a small number of first language speakers-and hence very small markets-it is therefore a difficult and costly enterprise for the Nordic countries to maintain and develop the status of their national languages in all of the specialist areas within the higher education domain. It is therefore perhaps unsurprising that the Nordic countries have been
shown to be at the forefront of the introduction of EMI in their higher education systems (Wächter and Maiworm 2014 EMI programmes are typically seen as an indication of the internationalisation of higher education, and it is at least true that offering such programmes has allowed Danish higher education institutions to attract a growing number of international full-degree students in the past twenty years (Uddannelses-og Forskningsministeriet 2013; Wächter and Maiworm 2014) .
The eight Danish universities and a growing number of other higher education institutions all still seem to have internationalisation as a strategic priority with the intention of developing more EMI programmes that will attract more international students to the country.
More often than not, it is taken for granted that lecturers and students are able to seamlessly switch into English in higher education teaching and learning without any problems (Tange 2010 Education Evaluation Council, and the statistics that follow are from its final report (Välimaa et al. 2013 ). There were 399 IDPs in Finnish HEIs, 257 at universities and 142 at UAS. Some 35 % of them were organized within international consortia as joint or double degree programmes.
Of the university EMI programmes, 98 % were at the master level, whereas 75 % of the UAS programmes were at the bachelor level. Practically all fields of study were represented, with technology and business as the predominant fields in both (covering some 74 % at the UAS and 50 % at the universities). Some 13,000 students (22 % Finns at the universities, 40 % at the UAS) were studying in these programmes, and the number of teachers involved was over 5,000
and c. 70 % of them were Finns.
The Finnish HEIs are obliged to implement the measures suggested in the national guidelines and to report on them in the annual budget negotiations with the ministry. As regards EMIrelated issues directly, the present strategy (Finnish Ministry of Education 2009) addresses the quality of teaching and counselling, demonstration of skills in the language of instruction, and promotion of national languages and culture. These are then specified in institutional language policies, which are in place at most HEIs. In general, teacher competences in English and pedagogy, as well as entry level language requirements of students, are among the quality criteria to be followed and systematically supported. As all HE degrees for Finnish students include compulsory studies in academic Finnish, Swedish, and in one or two foreign language(s), the entry level requirement mostly concerns international students. In addition, the institutional language policy usually provides that both Finnish/Swedish and English scientific communication are to be supported systematically to ensure the quality of theses and assignments and the competence to communicate disciplinary expertise to various audiences Although internationalization is generally accepted as a necessity, there are also public debates that emerge occasionally about EMI. They relate to language issues, e.g. Finnish students' right to complete their degree in Finnish and/or Swedish, to tuition-free higher education available for all, and to the employability of international graduates in Finland.
Norway
In Norway, higher education is organised in around fifty public sector, state-funded universities • 27% of master students were enrolled in nominally EMI programmes.
• 50% of students enrolled in EMI-master programmes studied in one of three broad areas; technology, business/economic or medicine.
• 85% of EMI students held Norwegian citizenship.
• International students were divided fifty-fifty between EMI and programmes with
Norwegian as the medium of instruction.
It is easy to assume that these EMI figures relate to a situation where all programme-related activities take place in English, however, a random check of larger EMI programmes revealed extensive use of Norwegian. Teaching through English, it seems, does not necessarily mean that Norwegian disappears from a programme altogether-a finding confirmed by other studies in Norway and elsewhere (Lehtonen et al. 2003; Ljosland 2008; Schwach 2009; Söderlundh 2010) The increase in EMI programmes is a function of disciplinary, institutional and politically motivated changes. The process had already begun before the Bologna Declaration (1999), and continued with the introduction of new academic degrees in 2003 that empowered students to move across national borders. Since then EMI programmes appear to have grown from a small, specialized segment to a more mainstream activity (Schwach, 2009 ). In the white paper The
Internationalization of Education (St. meld. nr. 14, 2008 ) the Norwegian government proclaimed a twofold strategy to realize its ambitions for internationalization in higher education: by encouraging Norwegian students to study abroad, and through internationalization at home (Nilsson 1999) . One result of this policy has been the establishment of EMI programmes. An increase in EMI was also enabled through a structural change, which gave higher education establishments more autonomy to design new programmes. Financing is partly based on the amount of credits taken (ECTS). Here, no distinction is made between credits taken by international students and those taken by home students. The Government also provides an additional grant for international students (WiersJenssen 2013). Consequently, universities have become more interested in attracting international students to their bachelor-and master programmes. In this respect, the politics of higher education is at odds with the general national language policy to promote the use of Norwegian, as reflected in the white paper from 2008 St. meld. nr. 35, (2007 St. meld. nr. 35, ( -2008 .
Sweden
According to the Swedish Higher Education Authority some 50 universities and other institutions organize higher education in Sweden. The majority of these, and those enrolling most students, are public sector, state-funded universities. In Sweden, EMI in higher education first attracted attention in a survey of the language situation at Uppsala University (Gunnarsson and Öhman 1997) . This study showed that, in 1994, the frequency of EMI was around 15% at the undergraduate level and 70% at the doctoral level, and that EMI was most frequently implemented in science faculties. Reproducing this study ten years later, Melander (2005) showed that EMI had increased in almost every faculty. of all advanced EMI programmes were given within the field of technology (Högskoleverket 2008) . Correspondingly, while EMI is fairly uncommon in disciplines such as history and law, it occurs more often in physics and computer science (Salö and Josephson 2014) . Thirdly, the frequency of EMI appears to correlate with the extent to which educational programmes are connected to specific professions. On this point, Salö and Josephson (2014) point out that EMI is less common in programmes that result in professional qualifications such as psychologist or engineer.
Recently, the Swedish debate on EMI has focused on pedagogical issues connected to students' ability to learn and teachers' ability to teach in a foreign language (e.g. Högskoleverket 2010).
As a subject of contestation and controversy, however, EMI in Sweden feeds into the question of English in Swedish academia at large, which has been a central language political issue since the early 90's (e.g. Salö 2014) . From this position, the rise of EMI in Sweden has been critiqued for being at odds with democratic ideals and language political aims, as EMI is alleged to have negative long-term effects on the Swedish language as well as to Sweden as a knowledge society 9 (e.g. Gunnarsson 2001 ). These concerns are reflected in the Swedish Language Act of 2009, section 5, which states that Swedish is to be usable in all areas of society. The Act, however, makes no attempts to regulate EMI. Instead, questions of EMI are referred to local language policies of individual universities.
Themes in Nordic higher education
Having given a brief overview of the language situation in higher education in four Nordic countries, we will now go on to describe some of the main research themes in the development of EMI in Nordic higher education, before moving on to a discussion of what may be learned from these experiences.
Unreflected introduction
With their small populations and limited internal markets, internationalisation has long been an to strengthen their position at home. Such a strategy relies more on the university being associated with an international approach than participating in a tug-of-war over the best incoming students.
Growing criticism -domain loss
The expansion of EMI was not without its critics. As early as 1989 Teleman predicted that, "[…] the universities of the smaller countries will shift towards Anglo-American, in connection with their striving to create education programmes that sell within the whole market" (Teleman 1989 :18-19) Here, Gunnarsson (2001) for example warned that the Nordic academic community ran the risk of diglossia-a division of functions between languages-with English as the academic language and the Nordic languages relegated to being used in administration and everyday social interactions. Teleman's paper triggered a discussion that continues to this day in the Nordic countries about domain loss. As the debate unfolded over the years to come, the number of domains alleged to be threatened was narrowed down until English as a language of education stood out as the most crucial area for exercising defence of the Nordic languages (Salö 2014) .
Pragmatic protectionism-parallel language use
Initially limited to an internal debate amongst linguists, the rhetoric of domain loss quickly entered the political sphere. Here the Nordic Council of Ministers played a major role. The council is a forum for Nordic inter-governmental cooperation, where the Nordic governments and the ministers for specific policy areas discuss and agree on issues of mutual interest. Nordic universities is partly based on the desire for mutual intelligibility between the Nordic languages, and partly on the fact that Finland is officially bilingual (Swedish/Finnish).
However, there can be no doubt that the promotion of parallel language use was mainly a pragmatic solution constructed in order to deal with the rapid expansion of English in Nordic higher education. The term quickly became the established consensus 11 . In the words of Gregersen and Josephson (2014: 45) 'parallel language use is a necessity-only its implementation can be discussed' (our translation). However, as Phillipson (2006: 25) observed, although parallel language use may be 'an intuitively appealing idea', it is also a 'somewhat fuzzy and probably unrealistic target'. Kuteeva and Airey (2014: 536) went further in their critique, questioning the practical implementation of parallel language use, suggesting it was an 'unoperationalised political slogan'. In this respect, Airey and Linder (2008) take a bottom-up, pedagogical perspective, and suggest that the introduction of languages other than the local language(s) into university courses should have a definite purpose defined in the syllabus. Thus, instead of focusing on university-wide parallel language use, they insist that the debate should rather be played out at the level of individual courses and programmes. In this vision, concepts such as disciplinary discourse (Airey 2009; Northedge 2003) and disciplinary literacy (Airey 2011a; Airey 2013; Geisler 1994 ) become important since they problematise the issue of which disciplinary skills students need to master in which languages. We return to this argument later in our conclusions.
10 www.norden.org.
11 See Mežek 2013 for a more detailed discussion of the introduction and expansion of parallel language use. See also Källkvist and Hult (2014) for an ethnographic discourse analysis of a Swedish university language policy committee, mapping the introduction of the term parallel language use and the committee's subsequent negotiation of its meaning.
Research into teaching and learning in English
As the proportion of EMI in Nordic higher education increased, questions about the dominance of English and the future role of the Nordic languages in higher education began to be raised by non-linguists and mainstream actors within the disciplines themselves. These questions led to a large number of surveys and interviews with students and teachers that attempted to document the linguistic landscape in higher education-a focus that continues to the present day. These studies examine two areas; lecturer and student attitudes to the use of English and the prevalence of EMI in higher education (e.g. Brandt and Schwach 2005; Bolton and Kuteeva 2012; Cozart and Lauridsen 2012; Dalberg 2013; Falk 2001; Gregersen and Josephson 2014; Gunnarsson and Öhman 1997; Jensen et al. 2009; Lahtonen and Pyykkö 2005; Melander 2005; Pecorari et al. 2011; Salö 2010; Schwach 2009; Schwach et al. 2012; Tella et al. 1999; Werther et al. 2014 ).
This research confirmed the increasing trend towards EMI documented by Wächter and
Maiworm (2014) across a wide spectrum of disciplines. However, growth in EMI in the Nordic countries has not been evenly distributed across disciplines. Research shows high levels of EMI in for example Natural sciences and engineering, but much lower levels in humanities, arts and vocational courses, with the social sciences somewhere in between. Bolton and Kuteeva (2012) link these disciplinary differences to different attitudes to EMI in the various disciplines.
Building on this work, Kuteeva and Airey (2014) show that these attitudes to EMI are not arbitrary, but rather appear to be related to the type of knowledge structure favoured by the discipline (Bernstein 1999) . Besides surveys, research into the educational viability of EMI can be divided into two themes namely; "Do students need support in order to learn in English?" and "Do teachers need support in order to teach in English?" We summarize the Nordic research in this area below.
Do students need support in order to cope with EMI?
Internationally the feasibility of EMI has been questioned by a number of researchers who postulate that limitations in English language skills may inhibit student ability to explore abstract disciplinary concepts (Duff 1997; Met and Lorenz 1997) .
Working at a technical university in the Netherlands, Klaassen (2001) found a drop in test results when changing from L1 and EMI programmes. Interestingly, this difference disappeared after one year. Klaassen suggests that the students in her study had adapted to EMI. Building on this work, Airey and Linder (2006) found decreased interaction in EMI lectures (students asked and answered fewer questions) and a focus on the process of notetaking rather than content.
Similarly, in Norway, Hellekjaer (2010) found the majority of students could cope with EMI lectures though a considerable number did have comprehension difficulties in EMI and many reported problems with notetaking.
In Sweden, Hincks (2010) demonstrated that students speak more slowly in English L2
presentations, however Airey (2010) showed that although speech rate in disciplinary explanations was indeed much slower in English, the disciplinary accuracy of the student descriptions was roughly the same in English and in Swedish.
In terms of reading, Karlgren and Hansen (2003) and Söderlundh (2004) show that Swedish students adopt a more surface approach to reading material in English. However, Shaw and McMillion (2008) claim that the reading comprehension of Swedish students in their study was comparable to that of British students provided they were given extra time.
In summary, research seems to suggest that many Nordic students do appear to be able to cope with EMI, but more time may be needed to achieve similar disciplinary results as L1
programmes. However, more research is needed. For example, the situation is slightly more demanding in the case of international two-year master's programmes. According to some Finnish studies and surveys, students have problems in conceptual level language use, research writing, and intercultural issues involved in a multilingual and multicultural classroom (Lehtonen et al. 2003; Räsänen 2000; Räsänen 2007 ).
Do teachers need support in order to cope with EMI?
Other research has considered the teaching aspect, asking whether lecturers are appropriately equipped for EMI. Internationally, early studies of EMI teaching were carried out in the Netherlands. Vinke (1998) reported reductions in redundancy, speech rate, expressiveness, clarity and accuracy of expression in EMI lecturers, however, Klaassen (2001:176) claimed that student-centred teaching was much more important than the language level of the teacher.
Klaassen suggested a threshold level of TOEFL 580-approximately equal to level C1 on the Common European Framework-as the limit below which language training should be
necessary (Council of Europe 2001; Educational Testing Service 2004). Above this level
Klaassen claims that pedagogical training will be more useful than further language training.
The importance of teacher pedagogy has also been reported in Finland, where Suviniitty (2010) finds that students graded lectures that included interactive features as generally easier to understand, irrespective of the language competence of the lecturer. Also in Finland, Lehtonen and Lönnfors (2001) report similar findings to Vinke's. The lecturers in their study also mention problems in pronunciation and also suggest that they would feel uncomfortable correcting students' English. Similar findings have also been reported from Sweden by Airey (2011b). In Denmark, Thøgersen and Airey (2011) found the lecturer in their study spoke more slowly in EMI classes, taking 22% more time to cover the same material. The lecturer also adopted a more formal textbook style in EMI. As regards the evaluations of the international master's programmes in Finland (e.g. Räsänen 2007; Räsänen and Klaassen 2006; Välimaa et al. 2013) reports indicate that management of international classrooms, attending to diverse learning styles through flexible pedagogical approaches, and ensuring the clarity of instructions for, and guidance of, thesis writing are the key topics to be addressed in the teacher in-service development programmes in intercultural pedagogy. (Kling and Staehr 2011; Kling and Staehr 2012) . This test is used throughout the university for the certification of staff who plan to teach EMI courses. At the time of writing, 396 lecturers have been tested using the TOEPAS, eleven of whom were judged to have insufficient English language skills and did not receive certification.
Teacher certification for EMI

Discussion and conclusions
The main conclusion we draw from our analysis of the rise of EMI in the Nordic countries is that whilst the creation of university language policies may be a desirable goal, drafting such policies is fraught with difficulty. The need for a unified language policy becomes more pressing as EMI expands and becomes a mainstream activity but so too does the potential for disagreement about what should be included in such a policy.
The research available suggests that the movement from an ad hoc, piecemeal approach to EMI to a university-wide language policy will require careful handling if the resultant policy is not to be seen as divorced from the day-to-day reality of work in the disciplines. Drawing on Bernstein (1999) , Kuteeva and Airey (2014) Thus, Kuteeva and Airey (2014) conclude that from a disciplinary perspective, a one-size-fitsall university language policy is unlikely to correspond to the needs of all disciplines equally.
Moreover, following Klaassen (2001) and Suviniitty (2010) , such a language policy should be complemented with appropriate didactics in the international classroom.
Clearly, university language policy is about more than meeting the needs of the disciplines.
There will always be an element of regulation encouraging disciplines to adopt a more global rather than local perspective. However, we suggest that the day-to-day work of university lecturers is predominantly driven by disciplinary issues, rather than the desire to ameliorate longer-term societal and cultural trends (such as the perceived marginalisation of a national language). We should therefore not be surprised if centralized university language policies are often seen as something peripheral to the work carried out in the disciplines. From experience, language policies that are not seen as relevant/practicable within the disciplines risk being ignored or circumvented. We therefore agree with Kuteeva and Airey (2014) that university language policies must be flexible enough to allow for disciplinary differences.
Drawing on Spolsky (2004) Dafouz and Smit (2014) claim that 'when dealing with the language policy of a particular higher educational institution, it is paramount to also consider the actual language practices that teachers and students are engaging in as well as the potentially different and conflicting communicative and academic aims agents might be pursuing'. How might this be achieved? Here Airey (2011a; suggests the concept of disciplinary literacy as a useful catalyst for the discussion of disciplinary language-learning goals. Airey (2011a) claims that the goal of university education is the production of disciplinary literate graduates, where disciplinary literacy is defined as the ability to appropriately participate in the communicative practices of the discipline. These disciplinary communicative practices are developed for use in three distinct, albeit intersecting, areas; the academy, the workplace and society at large. Clearly, communicating the discipline in these different areas places quite different demands on language(s). Thus, the appropriate disciplinary literacy mix varies from discipline to discipline 12 . Drawing on this work, we recommend that programme and course syllabuses should detail disciplinary literacy outcomes alongside more traditional learning outcomes. Here, we believe it is not enough to simply incorporate generalized references to the language of instruction of the form 'in this course students will practice the use of disciplinary English'. Rather we suggest more specific references along the lines of 'in this course the following skills will be developed in the following language(s)'. There are two consequences of including disciplinary literacy outcomes of this type in the syllabus: first, students will need to be taught these skills and second they must also be assessed.
Following Airey (2012: 64) we believe that 'all teachers are language teachers' since their job is to introduce students to the discourse of their chosen discipline. As such, we claim that teachers should be able to motivate the language choice in the courses they teach, describe the (linguistic) skills that are cultivated and detail how these skills are developed and assessed.
Moreover, there should be a clear understanding of how the skills developed in a particular course relate to the overall goal-the development of disciplinary literate graduates. 13 We therefore suggest that university language policies should:
1. Encourage the faculty discussion of disciplinary literacy goals.
2. Require disciplines to declare the language-learning outcomes of each course.
This includes detailing how these goals relate to the overarching disciplinary literacy goals of the curriculum and how these skills will be taught and assessed.
Summary
In this paper we have discussed the development of EMI in Nordic higher education and attempted to draw some conclusions from this experience. We have described the expansion of EMI and the subsequent introduction of university language policies. We explain how the relationship between the local language and English has been problematized in terms of parallel language use and highlight the flaws in this seemingly appealing phrase. We identify a lack of research into teaching and learning outcomes of EMI, few formalised support mechanisms for teachers and students, and a lack of appreciation of disciplinary differences in the implementation of policy. We suggest that a focus on such issues would be advantageous and recommend a bottom-up approach to policy based on encouraging the grass-roots discussion of disciplinary literacy goals. We believe that as well as having a positive linguistic effect, such discussions have the distinct potential to reform learning within the disciplines themselves.
Here there is an opportunity for the perception of university language policies to change from a bureaucratic document divorced from disciplinary reality, to an important tool with something relevant to say about the day-to-day task of creating disciplinary literate graduates.
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